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Emotion and moral purposes in higher education teaching: poetic case 
examples of teacher experiences 
Although teaching is emotionally and ethically demanding, higher education 
WHDFKHUV¶HPRWLRQVYDOXHVDQGsense of moral purpose are under-researched.  
7KLVVWXG\H[DPLQHVFDVHH[DPSOHVRIWHDFKHUV¶HPRWLRQDOH[SHULHQFHV to see 
whether and what kinds of moral concerns underpin those emotional moments. 
$QDO\VLVZDVEDVHGRQ*UDKDP1RVHN+DGLW,\HU	'LWWR¶VPRUDO
foundations theory, which posits five main moral concerns: care/harm, 
fairness/reciprocity, ingroup/loyalty, authority/respect, and purity/sanctity. 
Care/harm and authority/respect were the most common single moral concerns 
underpinning these emotional experiences, though there were examples of all five 
moral concerns within the set.  Approximately one third of the cases referenced 
multiple moral concerns, suggesting the complexity of both emotional and ethical 
demands in teaching.  Implications for research, teaching and educational 
development are highlighted. 
Keywords: ethics, emotion, professionalism, faculty development, teacher 
identities 
Introduction 
µ7HDFKHUV¶HPRWLRQVDUHLQVHSDUDEOHIURPWKHLUmoral purposes and their ability to 
DFKLHYHWKRVHSXUSRVHV¶ (Hargreaves 1998) 
Hargreaves (1998) interviewed school teachers who spoke passionately about their love 
of children and their desire to create emotional climates that help students learn and 
grow.   The teachers he studied were motivated by rewarding relationships with 
children. With a few exceptions (Noddings 2013; Goldstein, Liston and Garrison 2004), 
this moral imperative of working with young people and watching them grow has been 
neglected in teacher education and research on teachers (Martin 2004; Sutton 2007; 
Liljestrom, Roulston and deMarrais 2007).  RHFHQWVWXGLHVRIWHDFKHUV¶emotions 
(Liljestrom, Roulston and deMarrais 2007; Sutton 2007) and ethical dilemmas 
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(Colnerud 2015; Shapira-Lishchinsky 2011), though, suggest that caring for children 
and protecting them from harm is a key moral concern of schoolteachers which, when 
thwarted, can trigger moral stress (Colnerud 2015).  
:KHWKHU+DUJUHDYHV¶DVVHUWLRQKROGVWUXHLQKLJKHUHGXFDWLRn may depend upon 
the extent to which those teaching in higher education identify as a teacher.  Identifying 
with a teaching role involves emotional attachment to that role, which helps anchor who 
that person is and guides them in interpreting events and making meaning of their work 
and lives (Akkerman and Meijer 2011; Beauchamp and Thomas 2009).  Yet, those new 
to teaching in higher education often struggle to create a sense of identity (Clegg 2008; 
Archer 2008), suggesting the need to provide additional professional development 
support to anchor new teachers in their role. Attention to moral concerns, then, could 
support identity development as teachers, which, in turn, affects both their 
professionalism and personal well-being. 
As professionals, teachers in higher education have traditionally had the 
authority to make autonomous judgments under conditions of uncertainty that require 
balancing competing interests or principles.  By definition, these situations involve 
ethical dilemmas (Shapira-Lishchinsky 2011).  Fenwick ( 2016) argued that when faced 
with complex situations that defy simple rules, professionalism requires µattunement¶ of 
ethical and emotional sensitivity, meaning an ability to interrogate external 
requirements and demands and integrate those ZLWKRQH¶V own personal moral concerns 
and commitments. Such attunement is a key goal in educating for professionalism 
(Fenwick 2016) and, with better understanding of the moral considerations in teaching 
in higher education, could be extended to professional development for teachers in 
higher education. Doing so would help bridge what Malcolm and Zukas ( 2001) called 
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WKHµSHGDJRJLFJDS¶LQWHDFKLQJDQGOHDUQLQJLQKLJKHUHGXFDWLRQ, by considering human 
and ethical dimensions, as well as technical ones.  
Furthermore, researchers in moral psychology (Damon 2008; Damon and Colby 
2015) have found WKDWSXUSRVHGHILQHGDVDµVWDble and generalized intention to 
accomplish something that is at the same time meaningful to the self and consequential 
IRUWKHZRUOGEH\RQGWKHVHOI¶ (p. 33) is vital to thriving in life.  Damon and Colby 
(2015) found that individual moral commitments (ideals, purpose) are aspects of adult 
identity that are vital to sustaining moral action and ongoing moral growth.   
What, then, are the moral purposes underpinning teaching in higher education? 
Macfarlane ( 2004) found that fairness, respect, and care commonly emerged as key 
concerns guiding moral reasoning when UK university teachers discussed case 
examples of ethical dilemmas related to teaching0DFIDUODQH¶VILQGLQJs are consistent 
with an emphasis on concerns related to care and fairness found in literature in moral 
psychology (Graham et al. 2011), though his findings also highlight respect as a moral 
matter. The dilemmas that Macfarlane (2004) used, however, were generic with regard 
to subject matter, focusing on, for example, whether to grant extensions on course 
assignments, plagiarism, and acceptance of gifts.  
Yet, many higher education teachers come to their profession because of 
identification with and love of their subject matter, rather than teaching per se. 
Disciplines have their own cultures, with their own ideas and embedded practices 
related to how teaching is conceived, understood and practiced. Teaching and learning 
regimes set out particular norms, values and ideas about what is (not) required, 
(in)appropriate, (un)acceptable and (il)legitimate (Trowler and Cooper 2002). 
Disciplinary values are also embedded in curricular standards (Quinlan 2016a). Close 
identification with the discipline, as well as greater authority over curricular decisions, 
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may affect the moral concerns of teachers in higher education. Thus, some ethical 
dilemmas and moral imperatives faced in higher education may be more tightly linked 
with disciplinary values and debates than what has been discussed in the literature on 
primary and secondary school teachers.   
Anna Neumann ( 2006) found that tenured professors in American research 
universities are deeply engaged with their subject matter, carrying powerful memories 
of early engagements with subjects that hold enduring fascination.  They experience 
occasional peak moments of flow in working with their subject, described as exciting, 
exhilarating, obsessive DQGEHDXWLIXO6KHFDOOHGWKLVµSDVVLRQDWHWKRXJKW¶ These 
emotions are experienced in solitary scholarship or as a shared experience with 
colleagues and students.  This finding suggests that research-heavy university teachers 
may have a moral purpose linked primarily to advancing knowledge in their fields, 
which may also underpin their emotions and moral concerns related to teaching 
Similarly, Åkerlind ( 2005) LGHQWLILHGµcontributing to disciplinary growth or 
VRFLDOFKDQJH¶ (p. 21) as the most sophisticated conception of academic growth and 
development among Australian university teachers (working in research intensive 
universities).  Furthermore, she found that part of being a teacher in higher education 
involves contributing to broader social change ( 2004)%RWK1HXPDQQ¶V( 2006) and 
ÅNHUOLQG¶V( 2005; 2004) findings suggest that moral concerns regarding teaching may 
be tightly bound up with the traditions and values of the disciplines being taught. 
Western philosophy and findings in moral psychology consistently point to links 
between emotions and moral judgments, just as Hargreaves (1998) did in the opening 
TXRWHµEmotions motiYDWHRULPSHOXVWRDFWPRUDOO\¶ concluded Prinz and Nichols 
(2010, p. 5), although exactly how that process works and whether action is based on 
moral judgment and reasoning or simply intuition is disputed (Damon and Colby 2015).  
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Beyond moral psychology, a frequently-cited theory of emotions in education 
(Pekrun et al. 2007) holds that the value an individual places on something is a key 
determinant of the emotion generated.  In other words, if you value (i.e. care about) an 
DFWLYLW\RUDQRXWFRPH\RXUHPRWLRQVZLOOEHSULPHG,I\RXGRQ¶WFDUHDERXWLWOLWWOH
emotion is aroused. Thus, by looking closely at emotional episodes, one should be able 
to LQIHUWKHLQGLYLGXDO¶VXQGHUO\LQJYDOXHV 
Given the importance of emotion to moral action (Prinz and Nichols 2010) and 
to values more generally, this study examines emotional episodes in teaching in order to 
illuminate the underlying moral concerns of higher education teachers.   The key 
question is: what moral concerns are embedded in emotional experiences of higher 
education teaching? In particular, I seek to identify the range of moral concerns 
underpinning emotional episodes in higher education teaching and how this plays out in 
WHDFKHUV¶SUDFWLFHV.  This range is hypothesised to involve concerns related to 
curriculum and the representation of the discipline itself.  
Conceptual framework 
 
I use moral foundations theory (Graham et al. 2011) to examine the moral concerns that 
underpin teaching in higher education.   The theory defines a moral system as, µan 
interlocking set of values, virtues, norms, practices and identities, institutions, 
technologies and evolved psychological mechanisms that work together to suppress or 
regulate selfishness and make social life possible¶ (p. 368).   
Moral foundations theory was developed based on a review of cross-cultural 
literatures and focused on theoretical ideas with a basis in evolutionary thinking (Haidt 
and Joseph 2007).  These theorists took issue with narrow definitions of the moral 
domain that have GRPLQDWHGPRUDOSV\FKRORJ\VXFKDV7XULHO¶V( 1983) seminal 
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definition of morality: µSUHVFULSWLYHMXGJPHQWVRIMXVWLFHULJKWVDQGZHOIDUHSHUWDLQLQJ
to how people ought to relate to each other. Moral prescriptions are not relative to the 
VRFLDOFRQWH[WQRUDUHWKH\GHILQHGE\LW¶(p. 3).  Joseph and Haidt ( 2007) disputed this 
a priori exclusion of social conventions from the moral domain, arguing µ,WZRXOGEHD
gross misunderstanding of ancient Judaism, for example, to describe the Ten 
Commandments as a mixture of moral rules (about not stealing, killing, or lying) and 
social conventions (about the Sabbath, and prescribed ways of speaking and 
worshipping)¶ (p. 372).   As cultural psychologists, they are rooted in ethnographic 
DFFRXQWVRIPRUDOLW\IURPDYDULHW\RIFXOWXUHV7KH\µWDNHDVgiven (at least at the 
beginning of analysis) that what people think are their moral concepts are, in fact, moral 
concepts ± UDWKHUWKDQGLYLGLQJWKHPLQWR³PRUDO´DQG³FRQYHQWLRQDO´FRQFHSWVDWWKH
outset¶ (Haidt and Joseph 2007).  
By taking a bottom-up, cultural view, their research yielded five sets of moral 
concerns: harm/care, fairness/reciprocity, ingroup/loyalty, authority/respect, and 
purity/sanctity. Harm/care refers to avoiding harm to other people. Fairness/reciprocity 
refers to ensuring fair/just treatment for all. Ingroup/loyalty refers to protecting social 
institutions of family, community, and country (and other ingroups) and embraces an 
ethic of community. Authority/respect refers to duty, obedience, and preservation of 
tradition, particularly in the fulfilment of role hierarchies. Purity/sanctity refers to 
adherence to religious norms and standards of decency, chastity or natural laws, even if 
a violation (e.g. a private sexual act between consenting adults) does no harm to others 
(Graham et al. 2011). These concerns are considered universally available, but are 
developed to varying degrees in different cultures and contexts.  These five foundations 
build upon several other taxonomies of moral concern and were tested against those 
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models in an analysis of their Moral Foundations Questionnaire, demonstrating the 
validity of their five factor model (Graham et al. 2011).  
A major contribution of the theory is to expand the definition of moral concerns 
typically pursued by moral philosophers, psychologists and educators.  Their theory 
expands research attention to include questions about ingroup/loyalty, authority/respect, 
and purity/sanctity as part of the moral realm (Graham et al. 2011).  Further attention to 
authority/respect and ingroup/loyalty concerns may be particularly important in 
capturing the social norms of particular disciplines (Trowler and Cooper 2002) as well 
as to equality, diversity and inclusion agendas in higher education. Furthermore, 
teaching is an activity that places teachers as an authority (being knowledgeable) and in 
authority UHVSRQVLEOHIRUGLUHFWLQJRWKHUV¶DFWLYLWLHVin relation to less powerful 
students, thus authority/respect concerns are likely to be central to teaching (Buzzelli 




I analyzed a subset of case examples (n=66) drawn from a larger project 
(Quinlan 2016b) that captured the emotional experiences of teaching or learning in 
higher education through 138 case examples written as poems.  Those poems were 
printed in full in my earlier book (Quinlan 2016b) and organised into thematic chapters 
with associated expert commentaries.  In that larger project, poems were solicited 
through classified advertisements for writers and through various creative writing 
networks in the UK, UK, Canada, Australia and South Africa between December 2013 
and April 2014.  Poems that captured the felt experience of teaching or learning in 
higher education and that addressed the selection criteria described below were sought. 
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The solicitation welcomed previously published and new, unpublished poems from 
living poets with experience as a student or teacher in higher education, capturing 
poems written at various points over the past 25 years or so.  The original date of 
writing (or the date of the event that inspired the poem) was not collected.  Poems were 
used as source materials because they are emotionally evocative (Padel, 2002), allowing 
the features of the genre to further illuminate the object of study. Because poems are 
also short, many people were able to contribute directly in their own words.  
This larger project was inspired by poetic inquiry (Prendergast 2009) and 
methods in communication studies (Pelias 2004).  Researchers in higher education have 
a highly literate and articulate group of colleagues (some of whom are poets) who can 
describe the felt and lived experience of higher education, enabling a reframing of the 
relationship between researcher and researched.  Thus, poets-who-are-also-higher-
education-teachers became collaborators/contributors writing reflectively in their own 
ways, rather than subjects or participants (Quinlan 2016b).  Poets gave formal consent 
for the use of their poems in the book.  Poets quoted here were emailed this manuscript 
and offered the opportunity to comment or opt out. 
Poems were selected based on 4 criteria: 1) poetic sensibility such as ability to 
engage the reader, aesthetic and rhythmic qualities, and imaginative use of language; 2) 
credibility in capturing an important truth and based on lived experience ± either their 
own or VRPHRQHHOVH¶V; 3) saying something important to the theme of emotions in 
learning or teaching in higher education; 4) accessibility and clarity to audiences 
unaccustomed to reading poetry.  Poets could submit a commentary (up to 100 words) 
about the inspiration for their poem to help international readers understand the context, 
focus, or motivation for the poem. Many did so.  As a published poet and educational 
development specialist, I read each submitted poem multiple times to select those for 
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inclusion.  The selection method, therefore, relied upon expert judgment (Eisner 2017). 
For more details, see Quinlan (2016b).  
These inclusion criteria map well onto criteria for assessing the validity of 
qualitative research (Altheide and Johnson 1994) including plausibility, credibility (my 
criterion 2), relevance and importance of the topic (my criterion 3) and reflective 
accountability.  Reflective accountability refers to attentiveness to the process of the 
ZRUNLQFOXGLQJUHODWLRQVKLSVEHWZHHQZKDWLVREVHUYHGDQGODUJHUFRQWH[WVWKHSRHW¶V
commentary), point of view and interpretation, and the role of the reader through issues 
of style (my criteria 1 and 4).   
In this study, I only analyse poems written from a teaFKHU¶VSRLQW of view, which 
included 66 poems written by 46 different people. The majority (n=33 or 72%) of poets 
were women. Although the cases were solicited broadly within poetry communities in 
English speaking countries (US, UK, Canada, Australia), most of the poets included in 
this study were situated in the US higher education context (n=38 or 83%), including 
community colleges, liberal arts colleges and state universities. Of the remainder, four 
(9%) were based in Canada, three (6%) in the UK and one (2%) in Australia.  Most 
poets taught English or liberal arts (n=35 or 76%), though some of the scenarios 
occurred during individual interactions with students where the discipline did not 
feature in the case example. The subjects taught by five of the poets were not 
discernible (11%), three were in math (6%), one was in psychology (2%), and one was 
in communications (2%). This prevalence of literature teachers reflects the sampling 
strategy (seeking poems through established poetry communities), given that teaching 
literature and writing is related to being a poet.  Thus conclusions about the frequency 
of moral concerns (or emotions) in different disciplines, or the types of moral concerns 
found in teaching various disciplines, cannot be made. Nonetheless, this study provides 
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DQLPSRUWDQWµSURRIRIFRQFHSW¶ for the existence of a wider range of moral concerns 
experienced by teachers than has been previously discussed. It also demonstrates the 
utility of extending moral foundations theory to the domain of teaching in higher 
education, offering both a new application of that theory and a new theoretical lens on 
teaching in higher education. 
For this secondary analysis, I act as curator of the larger collection. Curating is a 
method (Puwar and Sharma 2012) drawn from the visual arts that emphasises 
interpreting, translating, and mediating between objects and artists and new audiences 
(Balzer 2014).  7KHFXUDWRULDOµH\H¶ involved multiple close readings, re-arranging 
poems by reading them in different groupings to expose new meanings, as well as 
reading through the lenses of different theories. In this study, I analysed the poems and 
associated commentaries through the theoretical lens of moral foundations theory 
(Graham et al. 2011) to identify the underlying moral concerns reflected in each poem.  
I grouped (and re-grouped) the poems according to the main constructs in the theory, 
seeking subthemes within key theoretical constructs. Whole poems were labelled 
according to which moral concerns they addressed; each poem could address multiple 
concerns.  While poems, by their nature, defy a single interpretation, the clarity and 
accessibility of these poems, together with the poets¶FRPPHQWDULHV enabled me to see 
how poems could be argued as illustrating one or more of the five moral concerns in the 
moral foundations theory (Graham et al. 2011). 
In the results section, I present examples highlighting how a given moral 
concern manifests itself in teaching in higher education. I reference the selected poems 
by author and title and page number of where they appear in the original book (Quinlan 
2016b). Thus the reader can access the original source material for their own 
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Of the 66 cases analysed, nearly half of them spoke primarily to a single one of the five 
moral concerns.  I found all five concerns illustrated in the set.  A large subset (nearly 
one third) seem to address two or three moral concerns, suggesting the complexity of 
real-world moral concerns.  The most common combination focuses on both 
authorityUHVSHFWDQGLQJURXSOR\DOW\VXFKDVZKHQDPLQRULW\WHDFKHU¶VDXWKRULW\LV
FKDOOHQJHGRUUHVSHFWLVQ¶WVKRZQWRWKHLU³LQJURXS´.  Care/harm is also frequently 
combined with another moral concern such as purity/sanctity, fairness/reciprocity, or 
ingroup/loyalty.  Some 18 poems (27%), though, did not point clearly to any of the five 
moral concerns in the theory.   
In this section, I present examples of each of the five moral concerns with quotes 
from exemplar poems µ¶ denotes line breaks). Under each moral concern, I show how 
it is combined with other concerns within this sample.  I also include a subsection that 
analyses poems with no obvious connection to Graham DQGFROOHDJXHV¶ (2011) moral 
foundations theoretical framework.  
Care/Harm 
  
Many of the poems in the set deal with care/harm.  These case examples include 
situations in which students had personal crises, including abortions, rape, break-ups 
with romantic partners, negotiating sexual, racial and ethnic identity, family conflicts, 
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and suicide. These often intersected with other moral concerns such as purity (rape, self-
harm, suicide) or with ingroup/loyalty (identity development).  
In an example that touches on both caring and ingroup loyalty, Terry Martin 
(The Third Wrestler Cries, p. 88) writes about Jaime, Dµfreshman coiled tight as a 
VSULQJ«ZDQWLQJWRWDONDERXWWKH6KHUPDQ$OH[LHSRHPKHKDVFKRVHQIRUKLVFODVV
presentation «:KHQKHUHDFKHVDOLQHWKDWPRYHVKLPOLSVWUHPEOHDQGKHKDOWVXQDEOH
WRFRQWLQXH«see, I get this guy he tells me, voice cracking.¶  The narrator empathises 
with Jaime, µ«I get you, too6HH,NQRZDERXWLQWHQVLW\«.QRZWKHSUHVVXUHRIRQH-
on-one, how LWIHHOVWREHDORQHRXWWKHUH«¶ In the accompanying commentary, Martin 
ZULWHVµ6RPXFKRIZKDW¶VLQWHUHVWLQJDQGH[KDXVWLQJDERXWZRUNLQg in higher 
education happens outside the classroom. This poem is one of a series exploring the 
teaching that happens one-on-one, during office hours, which may be some of the most 
important work we GR¶  
Some students simply need the reinforcement and recognition that a caring 
teacher can offer.  Suzanne Roberts (Night Class, p. 84) reflects on a night class in 
writing that she, µdreads, somHERG\DOZD\VZDQWLQJVRPHWKLQJ¶ In particular, she tries 
to escape an older studHQWµZLWKZRUQVSLGHU\VNLQ«D%DQd-Aid stretched across her 
nose. Always/coughing, saying Sorry, coughing again./Always asking me to proofread 
KHUUpVXPpSRHPVWKHFKLOGUHQ¶VVWRU\VKH¶GZULWWHQZLWKKHUVKDN\KDQG¶  Despite the 
QDUUDWRU¶VDGPLVVLRQWKDWWKHQHHGLQHVVRIVWXGHQWVLVEXrdensome, the poem ends with a 
realisation of the importance of this extra help and care. An assignment to write a thank 
you note, µto the person/who haVEHHQWKHJUHDWHVWKHOSRIDOO¶ is addressed to the teacher 
herself, µthe shaky hand/claims there is nobody else.¶ 
In another poem, we see the healing, rather than draining, effect of the caring 
relationship on the teacher as it can play out in whole class interactions.  Joann Gardner 
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(Modern Poetry, p. 96) describes the undergraduate students in a class session on Walt 
Whitman LQYLYLGGHWDLOZLWKWKHLUµDOSDFDKDWV«DOOLQORYHZLWKWKHPVHOYHVand 
EULVWOLQJZLWKSHUVRQDOLW\¶7KHQDUUDWRULVµfresh from a season of loss and uncertain 
ZKDW,¶PKHUHIRU¶  But as the studeQWVDQGWHDFKHUWDONµthe room begins to 
VWLU«*UDGXDOO\,FRPHDOLYHUHVSRQGWRWKHLULQVWUXFWLRQ«They tease me/ back into 
the room, back from my brooding sorrow/to WKHKHDGRIWKHFODVVVD\LQJ³You are/the 
teacher. Teach us.´¶  In this poem, the narrator cares about her students, illustrated by 
her affectionate descriptions of them.  Through interaction, she reconnects with her 
puUSRVHDVDWHDFKHUVRWKDWVKHµFRPHVDOLYH¶  Caring in teaching not only touches 
students, but also has the potential to nurture teachers.  
 While many of thHVHµFDUH¶ examples take place in interpersonal conversations 
RXWVLGHRIFODVVWLPHµRIILFHKRXUV¶), some deal with these issues as they arise in the 
classroom situation.  The moral question grappled with in two striking examples of 
classroom situations wDVZKHQWRDOWHURQH¶VSODQVIRUDJLYHQOHVVRQWRDOORZWLPHWR
process bigger emotional or moral concerns.  For example, Suzanne Roberts LQµ:KHQ
WR3DXVH¶ (p. 108) writes about a fatal accident involving one of the students in the class 
and the roommate of one of her students.  The narrator ZULWHVµI continue with the 
rules/for the comma/and the dHDGER\¶VURRPPDWHWDNHVQRWHV¶   
7ZRSRHPVH[SOLFLWO\GHDOZLWKDWWHPSWLQJWRWHDFKRUSUHVHUYHVWXGHQWV¶ 
carinJIRURWKHUV)RUH[DPSOHLQµ/HVVRQRIWKH'D\¶ (p. 115), Bunkong Tuon, a 
Cambodian Genocide survivor who assigns his students a book on the Cambodia 
Genocide responds to students¶LQWHUSUHWDWLRQVRIWKHERRNµIf we take/away the 
comforts of civili]DWLRQDUHQ¶WZHMXVWDQLPDOV"¶ Tuon replies by telling his own story 
DQGH[KRUWVWKHVWXGHQWVµListen,/ I wouldn¶WEHVWDQGLQJLQIURQWRI\RXLILWZHUHQ¶WIRU
the love of my uncles,/aunts, and grandmother. Have faith/in the love of ordinary 
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SHRSOH¶  In his FRPPHQWDU\KHZULWHVWKDWKHµexplores difficult topics (such as war, 
KXQJHUJHQRFLGHDQGUDFLVPLQP\FODVVHV«,UHPLQGVWXGHQts of the goodness in 
KXPDQLW\¶ In this H[DPSOHµFDUH¶ becomes the curriculum itself.   
Authority/respect 
 
Many of the poems also deal with authority/respect, illustrating struggles with 
whether to follow or reject rules and traditions. In an extreme example, Bonnie S. 
.DSODQµ7DONLQJ%DQ¶ p. 139) is teaching in a UHKDELOLWDWLRQXQLWLQZKLFKµResidents 
are not to engage in any diVFXVVLRQZLWKWKHRSSRVLWHVH[¶ She chooses not to enforce 
WKHWDONLQJEDQµIf Antonio wants to help Marquita/ better understand the Barbarian 
takeover/ of the Roman EmpLUHWKHQPRUHSRZHUWRWKDW¶ While few teachers face this 
kind of ban, they may work under a variety of other institutional rules (no food/drink 
allowed; lecture-capture technologies; attendance monitoring) that they may choose to 
enforce or not.   
Similarly, pedagogical traditions may be accepted or challenged. For instance, 
several of these poems explore clashes in values between colleagues about the subject 
LWVHOI,Qµ7HDFKLQJ2EVHUYDWLRQ (p. 229), Marion Deutsche Cohen was told by the 
observer not to spend so PXFKWLPHWHOOLQJWKHVWXGHQWVµKRZZRQGHUIXOLWDOOLV¶, when 
she wanted to stimulate interest and excitement in the mathematics (her subject) by 
highlighting the beauty of the subjHFW-DQHW0F&DQQ¶VQDUUDWRU1R, p. 158) objects to 
the way LQZKLFKDYLVLWLQJSURIHVVRUµtells my class/this is what the poem meDQV¶
,QVWHDGVKHZDQWVWRVD\µ1RLWGRHVQRWPHDQWKDW¶  The teacher does not object to the 
particular interpretation so much as SUHVHQWLQJLWDVDFRQFOXVLRQµdoors 
slammingGRZQWKHKDOOZD\RIKLVYRLFH¶ Instead, she prefers to allow a variety of 




To UHVSHFWWKHSRHPLVWROHWLWµVSLOORXW¶, because after all is saLGDQGGRQHµall/that will 
EHOHIWZLOOEHSRHP¶.   
6LPLODUO\LQµ7KH&DQRQ¶ (p. 175), Joyce Kessel argues for an expansion of the 
WUDGLWLRQDOOLWHUDU\FDQRQRIµVROLGFODVVLFQDPHV¶DQGµUHGXQGDQWELRV¶, µ«,QRZSHRSOH
my choices/with women and writers of all shapes, colors/and preferences,/always 
believing that genre & geQGHUFDQVKDUH«WKHVDPHSDJHV¶  Here the questions of 
authority lie not just in how a subject is taught, but what constitutes the subject itself.  
Teachers also struggle with finding their own personal authority in the 
classroom, which may be more difficult for teachers who are in some way different 
IURPWKHLUVWXGHQWV1LQD3LFN¶V6FKRRORI(PERGLHG3RHWLFVSnarrator worries, 
µWhen I first started teaching, I thought/my students could see my heart on my 
VOHHYH«,IHOWHPEDUUDVVHd to have such a/visible heart;«,WVHHPHGQRQHRIP\
VWXGHQWVKDGDKHDUWOLNHPLQH«¶ She seeks advicHIURPDVXSHUYLVRUZKRVD\Vµ³Well, 
the best you can be is a roOHPRGHO0D\EHWKH\¶YHQHYHUKDGWKHFKDQFHWROHDUQDERXW
the heart. Try teaching it/ WKHVDPHZD\\RXWHDFKJUDPPDU´/So I went back to class, 
and returned tRWKHOLYLQJSXOVHRIWKHWH[W«¶,QWLPHµmy heart led an/orchestra of 
VPDOOIORZHUV¶Here, the narrator gains a greater sense of authority and, by embracing 
her own identity authentically, gains both self-respect and the respect of students who 
MRLQKHULQGUXPPLQJµWKHKHDUWEHDWVRIWKHLDPEV¶ on their desks (Note: An iamb is a 
rhythmic unit in poetry consisting of two syllables in which, like a heartbeat, the first 
syllable is short or unstressed and the second is long or stressed.   
Other poems explore common performance anxieties.  For instance, April Selley 
3URIHVVRU¶V$Q[LHW\'UHDPVS5) offers examples of the various forms that anxiety 
dreams take. Underneath them all are worries about authority and lack of preparedness.  
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,WEHJLQVZLWKDGUHDPDERXWµteaching a class that an American Literature professor 
FDQ¶WIDNH7KLVWLPH it is CDOFXOXV¶ and romps through failing to have taken a required 
FODVVUXQQLQJODWHKDYLQJQRFRXUVHPDWHULDOVEHLQJXQDEOHWR³VHHRUVSHDNRU
KHDU«RUUHDGP\QRWHV«RUZULWHZRUGVRQWKHERDUG¶RUVWXGHQWVZKRDUHµUHVHQWIXO¶, 
unwilling to participate or µKLVVLQJDERXWP\LQFRPSHWHQFH¶.   
In-group/loyalty 
 
Several poems illustrate how teachers deal with difference ± their own and that of their 
VWXGHQWV$WWLPHVWKHUHDUHGLOHPPDVRIOR\DOW\WRRQH¶VRZQLQ-group and concerns 
about how much of themselves to reveal to students, particularly if the teacher identifies 
with a minority group. Penelope Dane (Low Level, p. 119) writes in her commentary, 
µIn seven years of teaching in the English department at Louisiana State University, I 
did not invite a queer student panel to speak in my class because I was afraid that I 
would make myself too vulnerable.  If my students were rude to the panel, I worried my 
own ePRWLRQDOUHVSRQVHZRXOGRXWPH¶  In fact, her poem explores what happened 
when she did, eventually, LQYLWHDTXHHUVWXGHQWSDQHOµ«PRVWRIVHFWLRQIRFXVHG
except/the Christian frat boy in the front row/who radiated fear as the scratched/letters 
LQWRDFURVVZRUGSX]]OH«HUDVHGVRKDUGKLVGHVNVTXHDNHG¶ The student panel carried 
on answering questionVWKRXJKµWZLVWLQJWKHLUILQJHUV¶DQGVKHZULWHVµI regret I 
waited/until after class to confrontKLPDERXWWKHFURVVZRUGSX]]OH¶.  In a similar 
scenario, the whiWHQDUUDWRULQ%ULGJHW'L[RQ¶Vµ1R2IIHQVH¶(p. 128), struggles to 
suppress her emotional reDFWLRQZKHQDEODFNVWXGHQWµILUHVWKHSKUDVH¶µ³No offense/but 
,FDQ¶WVWDQGZKLWHSHRSOH¶´ across the classroom at her.   
Carolyn Martin, a former Roman Catholic Sister of Mercy, ¶2&ORFN0RQGD\
Morning, p. 93) digresses into reciting a poem of her own while teaching.  When the 
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students demand to know who wrRWHWKDWSRHPVKHUHJUHWVWKHµEUHDFK¶ZRQGHULQJ
µWhat can I say when decades separate/ our lives? How [do I] help them understand/ a 
ZRPDQLQDVKRUWEODFNYHLO«GHVLUHVORYHDVPXFKDVWKH\"+RZto explain passions 
GHQLHGKDUGHQLQWRLF\SDLQ"¶ In these examples, the teachers feel their category of 
difference strongly and experience it as a barrier to connection with students.   
2WKHUWHDFKHUVWHQGWRIRFXVRQVWXGHQWV¶UHVSRQVHVWRWKHVXEMHFWUather than 
ethnic, religious, racial, or sexual orientations they embody.  For instance, Daniel Scott 
Tysdal (I Wear a Hijab (Lol), or Professor Puts a Cupcake in the Fridge, p. 113) 
challenges the categories by which students choose to describe themselves.  In his 
FRPPHQWDU\KHZULWHVµI received an email from a former student looking for a letter of 
reference.  To UHIUHVKP\PHPRU\VKHZURWH³,ZHDUDKLMDEORO´ I experience a huge 
contrast between what the student thought I remembered and what I remember about 
KHU«¶,QWKHSRHPKHZULWHVµwhat I remember/is the story you wrote about your trip 
to the country where your parents were born,/the last line bearing a rooftop in rain,/and 
you in that rain once, for real, and me/feeling it in your words, tKHIXOOZHWIDOO¶  The 
student is remembered as a vivid writer with a rich story.  
Fairness/reciprocity 
 
Relatively few cases deal exclusively with fairness. In one clear situation, -R\5HLG¶V
(Accused, p. 87) narrator stands before two accused students, playing the role of judge 
in a case of wrongdoLQJ6KHGHVFULEHVHDFKJLUOµRQHVHHPVJHQXLQH¶DQGWKHRWKHU
µher insincere sinceULW\DQGVFDSHJRDWH\HVGLVWXUE¶.  With each, the teacher asks herself, 
µ&RXOGLWEHKHU"¶ and JRHVRQµIf I could separate/yolk/from white/my decision would 
be golden ± EXWWUXWKLVVFUDPEOHG¶ Although higher education teachers may not often 
arbitrate between two students to determine who is telling the truth, there are many 
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instances in which students make special requests (e.g. for extensions), that may pose 
issues of fairness.   
These poets combine concern with unfairness with their care for students.  They 
are saddened when they see students grappling with injustices in life. In Gail GrLIILQ¶V
poem, µMary Alice¶ (p. 64), the teacher empathises with a student whose heart is broken 
µZKHQVRPHRQHGRHVQ¶WORYH\RXEDFNRULQWKHVDPHZD\RUVRPHWKLQJ«$QGDVZH
VLWLQVLOHQFH«,UHDOL]HWKHUH¶VDEVROXWHO\QRWKLQJWREHVDLGWR\RX<HV6RPHtimes we 
are not loved baFN,W¶VWKHSULPDOLQMXVWLFH¶   
Another teacher also counsels a student confronting more generalised injustice 
in the world. June Sylvester Saraceno (Chrysanthemums and the Communist Manifesto, 
SRIIHUVKHUVWXGHQWµa booNZKRVHLOOLFLWSDJHVKHOGDUXVW\NH\,QHHGHGRQFH«,
KDQG\RXZKDW,KDYH«7KHZRUOGPD\VWLQNDQGQRHDV\ZD\WRIL[it/but words ripen 
LQWKHPLQG¶  In her commentary she explains that the poem was written for a student, 
µwho struggled with how to respond to the injustices in the world that seemed 
overwhelming to her. Literature was a way for us to talk about this and it offered her 
YDULRXVSHUVSHFWLYHV¶In these situations, it is less about the teacher needing to decide 
what is fair and more about being challenged to support students who either personally 
experience unfair situations or are coming to terms with injustice in the world.  
Fairness is also bound up with concerns about authority.  For instance, Shinelle 
L. Espaillat (Comp and Circumstance, p. 58) writes in her commentary that she, µfinds 
that the need to evolve and adapt pedagogical strategies can conflict with agendas held 
by administration, parents...and often the students themselves. I constantly learn to re-
balance the real needs within the classroom and within the administrative system, in 
addition to my own nHHGVDVDQHGXFDWRUDQGSHUVRQ¶ This balancing of needs and 
priorities plays itself out in systems of PDUNLQJ,QWKHSRHPVKHZRQGHUVµhow to read, 
20. 
 
one more time,/ every paper Silent Girl submitted,/ knowing it is time to pick up a 
pen/and press its point through the thin skin/of dreams tKLVJLUOEDUHO\GDUHVWRKROG¶.   
SimilDUO\LQ(OL]DEHWK%UDGILHOG¶Vµ'LVWDQFH(GXFDWLRQ¶ (p. 144), a teacher 
ZRQGHUVKRZWRWHDFKDPDQGDWRU\FRXUVHWRLQGLJHQRXVWHDFKHUV¶DLGHVZKROLYHLQD
very different context.  Charged with teaching punctuation, sheµassigns homework 
WKH\GRQ¶WGREHFDXVHWKH\KDGWRWDNHNLGVDZD\IURPIDWKHUVRUEHFause/cloudberries 
ULSHQHGLQWKHERJ¶ In her final line, looking at KHUVSUHDGVKHHWRIZRUNGRQHµ,IDLO
WKHP¶ has a double, ambiguous meaning.  By insisting on mainstream standards (correct 
punctuation), they would receive failing grades.  And by insisting on mainstream 
standards, she fails to pay HQRXJKDWWHQWLRQWRWKHµstories/they tell themselves to make it 
>IRUPDO(QJOLVK@PDWWHU¶  She questions what it is to serve these students and what is 
most fair to them, their communities, and the children in their care.  
Purity/Sanctity 
 
Several poems illustrate ways in which teachers may experience some situations 
as sacred or as violations of purity. Noel Sloboda (College Open House, p. 252) is 
concerned when the sanctity of academic subjects is defiled as administrators sought 
WHDFKHUVWRJLYHµVH[\SUHVHQWDWLRQV¶WRSURVSHFWLYHVWXGHQWV.  Although the earlier 
exploration of authority/respect showed disputes over what counts as knowledge (e.g. 
µ7KH&DQRQ¶) and how best to teach students, the strength and consistency of language 
in this poem suggests more than a question of bowing (or not) to disciplinary traditions.  
Explicit comparison to bloody rituals situates this as a clear corruption of pure academic 
NQRZOHGJHµAll over/ the floor lies literature/from academic programs,/like entrails 
spilled ±DSDJDQULWXDO«¶ Even the descriptions of people are meant to evoke disgust, 
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µEORDWHGEHOOLHV«VZD\DQGMLJJOHHDFKOLNHDEDJIXOORIXQZDnted kittens/dropped in a 
ULYHU¶.  
Carol Tyx (The Pleasures of Teaching Emily Dickinson, p. 182) also invokes 
sanctity as she likens teaching an Emily Dickinson poem to receiving Communion, 
µWKHUH¶VDVDFUDPHQWDOTXDOLW\WRUHFHLYLQJDQ(PLO\'LFNLQVRQSRHPDOOZHQHHGLVD
bit of bread ± a crumb dipped in the wine of metaphor ± and it becomes a whole load, a 
ULVHQERG\¶  These religious metaphors situate this experience as something sacred. 
,QDQRWKHUH[DPSOHDVWXGHQW¶VEHKDYLRur defiles his/her own purity.  In 
6X]DQQH5REHUWV¶&RQQHFWLRQ, p. 85) the narrator is horrified that a µEHDXWLIXO¶ female 
student identiILHGKHUVHOIZLWKDSRHPDERXWµa young girl/who learns to hate/herself, 
cuts off/her noVHDQGKHUOHJVRIIHUVWKHPXS¶.  The sense of disgust at bodily 
mutilation is the central theme. Other poems also combine a sense of caring for students 
with concerns about purity and sanctity.  
Emotional episodes with no obvious, XQGHUO\LQJµPRUDOFRQFHUQ¶ 
 
7RH[SORUH+DUJUHDYHV¶DVVHUWLRQWKDWµ7HDFKHUV¶HPRWLRQVDUHLQVHSDUDEOHIURPWKHLU
moral purposes and their ability to achieve those purposes¶ (1998, p. 838), this section 
explores those episodes that have emotional dimensions, but do not obviously 
exemplify any of the five moral concerns in the moral foundations theory.  
There is considerable variability in this set of poems, though most of them are 
positive and light-hearted.  For instance, Susan Carol Hauser (Destination, p. 97) 
describes taking her students RXWVLGHRQDVXQQ\DXWXPQGD\µWRRILQHIRUOHVVRQVµIt 
pleases me to see them leaning into their work,/ resisting the breeze that is too brisk for 
RXUSXUSRVH¶.  In the migrating geese, she sees her own students whoµwill leave one 
day, flapping awkwardly/ out RIDQGWRZDUGWKHLUGHVWLQLHV¶ and sees herself also 
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OHDYLQJRQHGD\µsquawking like an old hen/deprived of her nest, uncertain of my 
FHUWDLQGHVWLQDWLRQ¶ While this suggests fond feelings for her students, it recognises 
them as independent, rather than emphasising that they need care. Joyce Kessel 
(Teaching Poetry, p. 172) also delights in the µEX]]¶RIKHUVWXGHQWVZLWKWKHLUµKHDGV
EHQWFUHDWLQJ¶.   
 Three poems take a playful take on grading.  As such, they evoke laughter, 
without necessarily invoking deeper moral concerns.  One could argue that by poking 
fun at authority, these poems are a form of resistance to regimes of assessment, but their 
playful tone belies such a serious interpretation.  For exDPSOHLQµ$QVZHUV0D\9DU\¶
S6DQGUD0F5DHSXWVDµWHVW¶ on the projector a week before final exams that asks 
absurd questions, such as µ2. If the square root of pain is being wrong, what is the 
FRVLQHRIEHLQJDQQR\LQJ¶DQGµ6. Justify your life.¶  ,QKHUFRPPHQWDU\VKHZULWHVµI 
think it is important to make learning fun. It was the week before finals when I put this 
on the projector screen. My students blanched. They were so relieved when I told them, 
³WRGD\ZH¶UHJRLQJWRWDONDERXWSDURG\´¶  There are no moral quandries here, just an 
injection of fun. Thus we see a value, but not a moral one.  
 Other poems comment on the pleasure of particular subjects.  Eveline Pye (Love 
of Algebra, SZRQGHUVµHow could I ever not know how to solve/simultaneous 
equations?/It would be like forgetting how to breathe or lauJKRUORYH¶ While similar to 
the Carol Tyx poem discussed under the thHPHRISXULW\DQGVDQFWLW\DERYH3\H¶VSRHP
evokes emotion without foregrounding purity or sanctity concerns.  If one takes a 
EURDGHUYLHZRIPRUDOSXUSRVHDVFDULQJDERXWWKHVXEMHFWDQGVWXGHQWV¶HQJDJHPHQW
ZLWKWKHVXEMHFWWKHQWKHWHDFKHU¶VSOHDVXUHin these instances could be seen as 






Although teaching is a moral enterprise, there has been little research on the moral 
imperatives or moral demands on teachers in higher education.  This study applies 
*UDKDPDQGFROOHDJXHV¶PRUDOIRXQGDWLRQVWKHRU\ (Graham et al. 2011; Haidt and 
Joseph 2007) to a substantial set of cases of teaching in higher education. Twenty-six 
poems (by 24 authors) are referenced in the results section.   
As these case examples were solicited and selected for how they represent a 
range of emotions experienced in connection with teaching (not moral issues), the large 
percentage of cases that capture moral issues highlights the connection between 
emotions and moral concerns. This study contains H[DPSOHVRIDOOILYHRI*UDKDPHWDO¶V
(2011) moral concerns, a theory of moral concerns that is intended to broaden moral 
discourses to a wider range of issues. Thus, it also offers proof-of-concept for a wider 
range of moral concerns in higher education teaching than highlighted in extant 
literature.  Those poems that did not fit neatly into this theory suggest values such as 
fun, creativity and aesthetic appreciation, as well as corURERUDWLRQRI1HXPDQQ¶V
µSDVVLRQDWHWKRXJKW¶ as a key value in higher education teaching.  
Concern with care/harm is consistent with its dominance in general literature on 
morality (Haidt and Joseph 2007), as well as existing moral education literature in 
primary or secondary education (Noddings 2013; Liston and Garrison 2004; Colnerud 
2015; Shapira-Lishchinsky 2011) and in higher education (Macfarlane, 2004).  Through 
this study, we see how the moral concern of care can play out in individual pastoral care 
and how care is enacted through teaching of particular subjects in particular ways.  
Discussion of literature, for example, provides opportunities to become impassioned, to 
µlose yourself in what you are do/in hopHVRIILQGLQJ\RXUVHOI¶ (Terry Martin, The 
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Third Wrestler Cries, p. 88) and to explore fundamental OLIHOHVVRQVVXFKDVIDLWKLQµWKH
ORYHRIRUGLQDU\SHRSOH¶ (Bunkong Tuon, Lesson of the Day, p. 115).  Teacher-student 
relationships are vital to student learning, a key part of developing an identity as a 
teacher (van Lankveld et al. 2017), and often the root of distressing emotions in teachers 
(Lahtinen 2008). Dilemmas in practice arise when deciding what is in the best interests 
of an individual student or a group of students (Scager et al. 2017).  Therefore, higher 
education teacher development programmes could focus more explicitly on 
relationships with students, pastoral care responsibilities, how teachers can teach about 
caring (Noddings 2013), and the dilemmas that can arise when trying to act in the best 
interests of students. 
Existing philosophical and psychological literature also focuses heavily on 
concerns of fairness/reciprocity.  In this study, though, there were relatively few 
instances in which fairness was the sole concern.  Instead, concerns with fairness were 
frequently intermingled with concerns about either care/harm or ingroup/loyalty.  These 
suggest the potentiDOFRPSOH[LW\RIµIDLUQHVV¶ in higher education, both as a part of the 
curriculum itself (e.g. making sense of injustice) and in enacting policies surrounding 
equality and diversity.  Given increasing student diversity in most Anglophone 
countries, teachers would benefit from discussing what constitutes fairness (e.g. equity 
versus equality) within broader social situations of injustice and inequality.   
This study also highlights concerns about authority/respect and ingroups/loyalty, 
both of which are aspects of moral concern that moral foundation theory opens up. A 
WHDFKHU¶VDXWKRULW\LVWKHEDVLVRQZKLFKWKH\are able to authentically model a set of 
values or fulfil their sense of purpose, making it central to teacher development (Clegg 
2008; van Lankveld et al. 2017).  When that authority is questioned, teachers may 
experience anxiety, anger, or frustration ± and must choose whether and how to persist.  
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Being authentic also involves identifying with groups (e.g. racial, ethnic, religious, 
sex/gender) to which one belongs, acknowledging those aspects of RQH¶VLGHQWLW\, and 
choosing how to embody, represent or model those loyalties.  These are key questions 
for new teachers ± particularly those from underrepresented minorities ± as they gain 
confidence in their teaching roles.  These poems offer prompts for discussing how 
teachers present themselves to students.  
As it is the nature of poems to highlight poignant moments, these examples may 
capture unusual moments (death, students crying, a dramatic classroom episode). 
However, by analysing these cases as instances of broader, theoretical constructs, they 
gain generalisability (Yin 2013) and invite the reader to consider other ways in which 
the moral concern may manifest itself in their own setting. Further research is needed to 
understand how common these concerns are, how widespread they are (across 
disciplines, countries, institutional types, and teachers of varying levels of experience) 
and their salience in teachers¶ day-to-day decision-making. Nonetheless, this study has 
mapped an expanded terrain and raised questions about the link between moral concerns 
and emotions. It demonstrates the application of a conceptual framework that can guide 
IXUWKHUVWXG\RIKLJKHUHGXFDWLRQWHDFKHUV¶PRUDOFRQcerns.  This framework is broader 
WKDQWKRVHXVHGLQH[LVWLQJVWXGLHVRIVFKRROWHDFKHUV¶HWKLFDOGLOHPPDV, which may 
make it more suitable for investigating higher education teaching where teachers have 
more autonomy over the curriculum and identities more closely tied to their discipline 
and its traditions.  
In addition to forming a foundation for future research in a nascent field, this 
study may also support initial and continuing teacher development in higher education.  
In the UK and Northern Europe, for instance, higher education teacher development 
programmes are well established and serve as the benchmark for other European 
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countries that are expanding their own teacher development provision (Pleschova et al. 
2013).  Some countries, such as Denmark and Sweden, require that new teachers in 
higher education participate in a substantial, formal programme as a condition of 
probation. Most UK universities require probationary (untenured) teachers to gain 
teaching certification, often through completion of a graduate level programme that 
includes reading, class discussion, and formal assessment.   
In the UK, the UK Professional Standards Framework is a key accreditation 
standard for nationally recognised teaching qualifications in higher education.  It 
specifies four key values that teachers are expected to demonstrate (Higher Education 
Academy 2011). Although accredited programmes must teach to those values, few 
teaching resources exist to support teachers in examining their own values or moral 
concerns as teachers.  
The poems referenced in this study can serve as case examples for discussion, 
opening up a wider range of moral concerns for reflection and discussion.  The full text 
of the poems can be found in (Quinlan 2016b), together with a discussion guide for use 
in facilitating workshops on emotions in teaching.  A workshop facilitator might present 
the moral foundations framework and ask teachers to analyse the poems (or participant- 
or facilitator-generated examples) using those moral concerns. The case examples 
highlight common intersections between foundational moral concerns (and, thus, moral 
dilemmas) that higher education teachers may confront.  In fact, some of the moral 
concerns in this framework are set up as a dialogue; authority/respect, for example, 
suggests a tension between tradition and innovation.  Discussions of case examples that 
capture real life situations that defy simple rules are recommended for preparing new 
professionals for ethical dilemmas they may encounter in practice (Fenwick 2016).  
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Broadening the range of moral concerns helps teachers see multiple values at 
play in a given situation.  The theoretical framework provides a moral language and 
categories of moral concerns to help participating teachers make their implicit 
assumptions explicit, which can be helpful in articulating their goals, writing statements 
of teaching philosophies, or analysing stressful situations they may encounter in their 
day-to-day lives as teachers.  Explicitly discussing moral concerns and competing 
values opens them up to critique and to alternative ways of framing the issue, and, thus, 
other courses of action.  
In some countries, including in the US, teacher development workshops may be 
more ad-hoc, and few higher education teachers will have systematic training in 
teaching. These poems can also be used in one-off faculty development workshops to 
highlight overlooked aspects of the experiences of higher education teachers.  Given 
that teachers experience moral stress when their moral purposes are thwarted (Colnerud 
2015), these cases may be particularly valuable during times of organisational or social 
change when changes in policies or priorities PD\FRQIOLFWZLWKWHDFKHUV¶RZQVHQVHRI
purpose.  Developing and reinIRUFLQJWHDFKHUV¶LGHQWLWLHVFDQKHOSVXVWDLQWKHPZKHQ
the environment may be less supportive (Damon and Colby 2015). 
In sum, investigating intersections among competing moral concerns may be 
particularly fruitful in rethinking both research and practice. Further research could 
focus RQFDULQJIRUVWXGHQWV¶ZHOIDUe, how to wield authority responsibly, and how to 
PDQDJHRQH¶VRZQUHODWLRQVKLSWRRQH¶VLQ-groups. Teacher development workshops 
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